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Abstract 
The paper presents the results of qualitative empirical investigation aimed to identify, wheather and how is reflection method 
being used in undergraduate teaching practice. From the results it is evident that reflection are performed relatively infrequently. 
Favourable and unfavourable conditions for using reflection in undergraduate teacher practical training have been identified.  
 
© 2015 The Authors. Published by Elsevier Ltd. 
Peer-review under responsibility of the Organizing Committee of ICEEPSY 2014. 
Keywords: reflection, undergraduate teacher training, qualitative method 
1. Introduction 
According to expert opinion we do not learn from experience without reflection. Slavík (1997, p. 68) defines the 
purpose of reflection as “gaining insight into the phenomena within our responsibility which have a significant 
influence on us or our surroundings and therefore require evaluative discussion and control”. 
Reflection is a process consisting in “repeated presentation of the phenomenon in question (through recollection, 
video recording), description of the phenomenon and identification of its key features (conditioning the development 
and changes of the phenomenon), assessment and explanation (in dependence on the aims and context of our 
actions).” (Hošpesová, Tichá,2007, p. 52). 
There are many reflective models currently in use. These are frameworks connecting two important aspects – the 
content (what is reflected on) and quality (how the reflection proceeds). Svojanovský (2014) distinguishes between 
three types of content of pedagogical reflective practice – the teacher’s personality (self-reflection), situational 
aspects in teaching and school context and the aspects of the wider context of education, including social, ethical 
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and political conditions of the teacher’s work. He further defines three levels of the quality of reflection: 
description, justification and assessment and critical reflection. Differences in the opinions of experts concern the 
question whether some of the levels of reflection content or quality are more effective than others and in which 
contexts. 
A great number of reflective frameworks emphasize the importance of critical reflection. These concepts stress 
the political, ethical and cultural aspects of teaching. Reflection is regarded as a tool of social responsibility of the 
teacher and the effort to reach social justice (Svojanovský, 2014). These approaches focus on the external aspects of 
the teacher’s reality. 
A different kind of concepts focus on the teacher’s personality development, self-realization and subjective 
construction of meaning. In the context of the principles of humanism and the absence of normativity in the 
postmodern society, these models are currently coming to the fore. An example of such a model is the well-known 
six level reflective framework created by Korthagen and Vasalos (2005), which is often compared to an onion. The 
teacher works through the outer layers of reflection in order to reach to most valuable level – the so-called core 
reflection. The different levels include the realization of one’s own identity and the sense of one’s existence, which 
should be viewed in the context of professional considerations and be their basis.  
Reflection may be said to be natural for every one of us. However, this is only true speaking of the spontaneous 
reflection based on intuitive use and free choice of procedures. Nevertheless, the reflection on teaching must 
necessarily be conscious, thought-out and goal-directed. Hošpesová and Tichá (2007) refer to such a reflection as a 
qualified pedagogical reflective practice and claim that it involves “considerations of the aim and content of 
teaching, methods and their realization and as such is not a mere recollection. It involves a description and analysis 
of key features and phenomena as well as one’s own experience, their assessment and sorting, the search for causes 
of particular actions as well as alternative possibilities and choice of new strategies”(Hošpesová, Tichá,2007, p. 
52). The results of the reflection are a prognosis (a projection of future development) and prescription (a formulation 
of a more or less binding “prescription” of future proceedings, which should remedy possible mistakes and be more 
effective in reaching the objective) (Slavík, Siňor, 1993, p.157). 
The results of reflection thus become the point of departure of further planning, work and teaching. A schema of 
this process was introduced already by Kolb, who described it as a cycle of four steps: concrete experience 
(emotions), reflections and observations, formation of abstract concepts (thinking) and active experimentation 
(actions). Artzt, Armour-Thomas (2002) give a similar description, stressing the importance of reflection on all 
stages: reflection as thinking about teaching before teaching, during teaching and after teaching. The authors 
propose a circular reflection model (see Figure 1), which they believe to be effective in improving the knowledge of 
a teacher of mathematics. 
 
Fig. 1. Model of  phases of reflection (by Artzt, Amour-Thomas, 2002) 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
893 Kateřina Juklová /  Procedia - Social and Behavioral Sciences  171 ( 2015 )  891 – 896 
This model shows that teaching always involves certain closely connected elements. These elements include: 
goals – expectations of what the teacher intends to achieve in the class, knowledge – a system (in accordance with 
Shulman’s requirements concerning the didactic knowledge of content) containing knowledge of children, content 
and pedagogy and beliefs – certain opinions about students, one’s own teaching. The process of cognition consists 
of planning and monitoring – metacognitive strategies used to control and modify instructional practice as well as 
evaluate and revise, which the teacher does after class when s/he considers whether the goals were reached or not. 
The schema makes it clear that reflective practice or its results play an important role on every stage. 
Undoubtedly, purposeful reflection is a skill which every prospective teacher should acquire. Various methods 
are used in practice, some of which are listed below: 
 
• classroom observations (Švec,1999) 
• post-observation interviews (Slavík,2009) 
• diaries of (future) teachers (Švec,1999) 
• reflective evaluation (Slavík, Čapková,1994) 
• metaphors (Švec,1994) 
• action research (Janík, 2009) 
• use of video recording from the classroom (Janík, Miková, 2006; Tichá, Hošpesová,2007)   
• common discussions about the class (Artzt, Armour-Thomas, 2002; Tichá, Hošpesová, 2007) 
 
Faculty of Education, University of Hradec Králové is involved in a project called Innovation of study fields at 
PdF UHK which aims are innovations of both theoretical and practical training. For the implementation of 
innovation there had been several empirical probes made with the aim to identify the current status and system 
needs. This paper presents the empirical survey aiming to find out how teachers work with reflective practice, i.e. 
what is their opinion of reflective practice, to what extent they manage to realize it, what helps them to do so and 
what are the obstacles. 
 
2. Method 
We opted for qualitative research design. The data was obtained using semi-structured in-depth interviews. 
Our respondents were selected using nomination. The individuals nominated for our research had to meet the 
following criteria: 
 
• To have experience in practical teacher training (at primary or secondary schools) as well as 
theoretical instruction of prospective teachers. 
• To be described as experienced by their superiors. 
• Experience in the role of a teacher of didactics 
• To have at least 7 years’ experience in the field of teacher training. 
 
 
The resulting research sample comprised four individuals. An overview of their personal data as well as the 
reasons for which they are considered experienced are presented in Table 1: 
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Table 1. Personal data of the individuals in the research sample 
Name Sex Age Experie
nce 
Field Reasons for nomination 
Ida Female 45 12 yrs. German Continuing professional development 
(didactics, languages), experience from 
abroad (Germany, The Netherlands), 
provides teacher training courses of further 
education, popular with the students. 
Nina 
 
Female  60  21 yrs. Czech Continuing professional development 
(critical thinking, pre-concepts, key 
competencies, School Educational 
Programme, reading and information 
literacy), provides teacher training courses of 
further education, popular with the students. 
Táňa Female 52  17 yrs. Civics Continuing professional development 
(ethics, modern teaching methods and 
leadership methods), active cooperation with 
faculty of education, experience in different 
roles (faculty teacher, teacher of didactics, 
academic worker), popular  with the 
students. 
 
Aleš Male 43 10 yrs. Biology Continuing professional development  
(School Educational Programme, modern 
approaches in didactics), involved in projects 
concerning teaching of biology, experience 
in in different roles (faculty teacher, teacher 
of didactics, academic worker), popular with 
the students. 
 
 
3. Results 
Based on the study of professional literature, we defined a framework of criteria, which enabled us to identify, 
analyse and assess statements concerning our research question. The framework consisted of the following criteria: 
 
• Content of reflection, covering three categories: the teacher’s personality (self-reflection), situational 
aspects in teaching and school context and the aspects of the wider context of education, including social, 
ethical and political conditions of the teacher’s work. 
 
• Level of reflection, which (same as the previous criterion) follows Svojanovský’s (2014) model of three 
levels: description, justification and assessment and critical reflection. 
 
• The existence of concept, i.e. whether the pedagogues realizing reflections within practical training rely on 
a particular concept. 
 
• Preparation of pedagogues, testing whether the pedagogues have professional knowledge needed to guide 
students through reflective practice and whether they rely on a theory.  
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• Theoretical instruction of students, testing whether the theories of reflective practice as well as the 
possibilities of its realization are first explained to the students. 
 
• Methods used to guide the reflection.  
 
• Reflection facilitators, or influences which encourage and facilitate students’ reflection. 
 
• Reflection barriers, or influences which complicate or block the reflection. 
 
 
 
Table 2. The realization of reflective practice during practical teacher training from the perspective of 
three pedagogues who work with them:  
 
Assessment criterion Teacher of didactics Faculty teacher Pedagogue – academic 
worker 
Reflection content Situational aspects Situational aspects Situational aspects,  
Reflection on personality 
(self-reflection) 
Reflection level Description, Justification 
and assessment 
Description Description, Justification and 
assessment 
The existence of concept No No No 
Pedagogue preparation Experience - Theory 
Theoretical instruction of 
students 
No No Yes 
Methods employed Collective reflection, 
Teacher’s diary 
Group discussion Teacher’s diary, Individual 
reflection 
Frequency of work with 
reflective practice 
Twice per semester Once a year Once per semester 
Reflection facilitators Meetings with faculty 
teachers 
Meetings with teachers of 
didactics 
Dialogues with colleagues, 
study of literature 
Reflection barriers Time schedule, inadequate 
salary, unconcern of 
academic workers 
Time schedule, inadequate 
salary 
Time schedule (too many 
other activities), lack of 
stimuli from practice 
 
 
The results summarized in Table 2 above show that reflective practice in practical teacher training is realized 
without a general concept, which would provide support and information about the continuity and gradation of 
students’ reflection skills. Without such a concept the pedagogues may believe that the procedures which they use 
are reflective practice and the extent and form of its use are satisfactory. The content of reflective practice described 
by the teachers whom we interviewed usually covers situational aspects of the student’s practical experience. The 
pedagogue-academic worker is an exception in this respect since he states that if time allows it, he realizes a deeper 
reflection consisting in student’s focus on himself/herself and his/her effort to assess what s/he sees and place it in 
the context of deeper aspects of his/her life experience and personality.  The teacher of didactics as well as the 
faculty teacher affirms that they have no theoretical or practical preparation for the realization of reflections and rely 
solely on their own experience with the role of student teachers, while the academic worker uses theory as the basis. 
A goal-directed preparation of students for reflective practice is provided by the academic worker only. It is the 
frequency of the use of reflective practice which may be considered problematic. The results indicate that due to 
unfavourable time conditions the reflection does not come soon after the actual teaching during practical training and 
it is used seldom. All the three experts agree that it is the lack of time which impedes a more systematic, more 
frequent and better realization of reflective practice. Another cause is insufficient contact between the pedagogues 
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involved and lack of stimuli. Contrarily, conditions supportive of reflective practice are meetings with all the 
cooperating individuals, inspiration in theory and sharing of experience with colleagues. 
 
4. Conclusion 
The present research dealt with the realization of reflective practice in undergraduate practical teacher training 
from the perspective of three experts involved in its organization – a teacher of didactics, a faculty teacher and a 
pedagogue - academic worker. It revealed that the major causes of problems are the absence of concept, unsuitable 
time schedule and separation of the two elements of learning: theory and practice. As Table 1 suggests, more contact 
between the involved individuals and the introduction of systematic sharing of knowledge of all could contribute to 
mutual enrichment of all the parties involved and an improvement of teacher training.  
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